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ABSTRACT 
We present an investigation of the uptake of opportunities for learning provided by a specific component (pre-lecture videos) of 
a blended learning model. The model, presented in previous work of the authors, was implemented to improve students’ 
content and learning expertise in a foundation engineering mathematics subject. The ultimate goal of the model was to support 
future graduates becoming lifelong expert learners, facilitating their success in later studies in and after their degree. In 
particular, we investigated to what extent did the cohort take the opportunity to develop their expert learning skills as evidenced 
by pre-lecture video viewing, and what was the relationship between the identified behaviour and learners’ progression and 
achievement. We present findings based on an analysis of data sourced from the unit website and propose further questions 
for future research. 
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INTRODUCTION 
 
One of the biggest challenges faced by modern economies is how to equip graduates with the 
knowledge, skills and competencies to successfully fulfil requirements of employment in the digital 
age (Bates, 2015, Griffin & Care, 2014). However, knowledge, skills and competencies are constructs 
and as such require relevant theoretical frameworks to be explained, understood, taught and 
measured. Seen from the diachronic perspective, such concepts as graduate capabilities, 
employability or transferable skills have been transformed to adjust them to the requirements of 
knowledge-based economies. Knowledge itself is no longer the principal attribute of the graduate, 
with the concept of a modern graduate also encompassing creative thinking and innovation, 
conducive to creation of new knowledge within a dynamic environment. The new knowledge becomes 
obsolete as quickly as it is created and requires further research and innovation (Powell & Snellman, 
2004) to remain fresh. Within this context, modern industry seeks creative and agile employees, ready 
to apply their skills and learn new ones while working within complex professional and social 
networks. The higher education (HE) sector, in conjunction with government and industry, is facing an 
important question: how to prepare contemporary graduates for the reality of the 21st Century? 
 
LITERATURE REVIEW 
 
For some time, employers have expressed concerns about the inadequate preparedness of 
graduates for the above-mentioned challenges of modern economies (McGaw, 2013). Independent 
thought, quantitative reasoning, collaborative problem solving skills, ability to ask critical questions, 
and the forming and testing of hypotheses (PMSEIC, 2013, p. 2) are key intellectual capabilities 
becoming increasingly important. These constructs need to be taught, learned, and the level of their 
achievement, measured. The learning of these constructs requires an independent, motivated and 
self-regulated learner capable of studying within a complex (on- and off-campus) environment over an 
extended period of time. Such a lifelong process can only be completed by an expert learner. 
 
The current research uses the definition of expert learner associated with Universal Design for 
Learning (UDL). UDL argues in favour of an educational model that assists any learner in becoming 
an expert learner. Leading UDL researchers Meyer, Rose and Gordon (2014) describe an expert 
learner as “strategic, resourceful, and motivated” (2014, NP). We emphasise that an expert learner is 
not necessarily a content expert (and vice versa). Naturally, we aim to develop content expertise in 
students, but as it concerns a foundation subject, this current research also plays a role in the 
development of expertise in learning.  
 
Contemporary HE institutions across the globe are rethinking their pedagogical approaches and 
implementing strategies aimed at assisting their graduates to become expert learners. One such 
strategy is the development and application of blended learning (BL) models (Moskal et al., 2013; 
Kirkwood, 2014, NMC Horizon Report, 2015; Porter et al., 2016). Influenced by the constructivist 
perspective on the nature of learning (Bandura, 1997; Greeno, 1989), BL offers a suitable, learner-
centred environment to foster expert learners. For clarity, we note that here, the definition of blended 
learning of Alammary et al. (2014) best describes the model developed in this research. Specifically, a 
blended learning experience is one that: “1) thoughtfully integrates different instructional methods [...]; 
and 2) contains both face-to-face and computer-mediated portions” (2014, p. 443). However, the 
appropriate environment does not guarantee the development of expert learning skills by students. 
Hence, the following question stems: how do we assist a learner in becoming an expert learner? 
 
This research reports on the results of a University-funded learning and teaching project that 
redesigned for blended learning a first year engineering mathematics unit offered at a large 
metropolitan university in semester 2, 2014. The intention of the research team was to create a 
learning environment model to promote students’ development of self-learning skills through diverse 
pedagogical approaches offered in both, on and off-campus modes. Off-campus elements included 
pre-lecture videos, mathematically rich online self-assessment tests and supplementary learning 
resources, while on-campus sections blended in-class activities and out-of-class, on-campus support. 
Mindful of the challenges the unit was facing such as diverse preparedness levels and the large 
volume of mathematical content to be covered, the research team intended to monitor learners’ 
cognitive loads. To this end, the learning environment was designed in a way that would expose 
novice learners to information presented through multiple representations (e.g. written text, video, 
face-to-face collaborative activities), in small topical chunks and spread over the semester. 
 
The researchers hypothesised that analysis of usage of selected components of the environment 
(pre-lecture videos) would allow preliminary conclusions to be drawn regarding the development of 
students’ learning skills and strategies, hence providing some indication on the achieved level of 
expertise in learning. Pre-lecture videos were selected because of their unique nature - they were the 
only component of the model requiring fully independent and systematic learning to prepare for the 
coming week, with no on-campus support. 
 
As retrieval is an effective strategy for enhancing learning and promoting deep, meaningful knowledge 
engagement (Karpicke, 2012), the researchers hypothesised that the learning design of the unit would 
influence students’ strategic approach towards the ways the pre-lecture videos were used as a 
learning tool. This, in turn, would influence learners’ resourcefulness while progressing towards 
completion of the unit. The research team also hypothesised that providing an effective strategy for 
enhancing learning (by setting up “points of retrieval”) would have a positive effect on students’ 
willingness to use it, thereby increasing their motivation, the third characteristic of an expert learner.   
 
As a result, the research team formulated the following two questions: 1) with respect to the ways pre-
lecture videos were used by learners, to what extent did the cohort take the opportunity to develop 
their expert learning skills, and 2) what was the relationship between the identified behaviour and 
learners’ progression and achievement?  
 
RESEARCH CONTEXT AND METHODS 
 
THE BLENDED INSTRUCTIONAL MODEL 
 
A blended instructional model, involving the use of multiple, weekly learning-teaching activities 
comprehensively mapped and linked across and over the weeks, was designed and implemented for 
a large group (n=127) introductory engineering mathematics subject. The activities included short pre-
lecture videos, face-to-face (f2f) lectures, small group workshops, online diagnostic tests, and optional 
learning support sessions. This BL model is located midway on the spectrum ranging from fully in-
class with no technology support, to fully online distance education (Bates, 2015). The research team 
aimed at creating an environment that would harmoniously blend f2f with online activities to blur in 
time and through activities the experiences presented and engaged in by students. Elements of the 
model design are categorised in Table 1.  
 
Table 1: Categorisation of elements of the blended learning model. 
 
Off-campus environment On-campus environment 
 In class Out of class
Challenge questions: Problem-based, initiated in 
lectures, available online, solved during tutorials 
Lectures (lectorial style) Learning support 
WeBWorK self assessment Workshops (incl. 
challenge questions) 
Lecturer 
consultation 
Pre-lecture videos  Peer learning 
 
PRE-LECTURE VIDEOS AND FACE-TO-FACE LECTURES 
 
Short (4-15 minutes) pre-lecture videos, each focused on a specific technique or idea, were recorded 
by the teaching team and made available to students on the class Blackboard site prior to f2f lectures. 
The videos had two broad objectives, related to cohort preparation diversity. First, the videos aimed at 
assisting better prepared students as a retrieval cue to reconstruct their prior knowledge within the 
new context (Karpicke, 2012 p. 158). Second, for students who were unfamiliar with the content, the 
videos introduced new concepts and techniques. To encourage active retrieval (triggered by 
appropriate cues), at the end of the videos students were prompted and guided to work in their own 
time by reading reference texts and attempting problems in provided worksheets.  Each week, 
watching videos prior to attending classes or attempting worksheets was expected and students’ 
familiarity with their content was assumed by the lecturer during f2f lectures.  
 
Face-to-face lectures occurred twice a week: a 2-hour followed by a 1-hour class. The first assumed 
that students had either watched the pre-lecture videos and attempted worksheet questions, or 
considered themselves otherwise equally prepared. Students were presented with problems set in 
engineering contexts that were also more involved than those seen in pre-lecture videos. Following 
presentation of problems, the lecturer worked with students and acted as a scribe while they 
constructed solutions as a group, offering suggestions when necessary. Fully blending pre-lecture 
videos with the f2f lectures in this way aimed at providing students with opportunities for retrieving 
knowledge from videos, reconstructing it within a new environment, and constructing new knowledge 
through practical engineering applications in collaboration with the lecturer – an expert (learner). 
Recordings of f2f lectures were also provided to students. 
 
RESEARCH METHODOLOGY 
 
At the end of the semester, video usage data was downloaded from the unit Blackboard site and 
subsequently, the data were quantitatively analysed to provide answers to the two research 
questions. Descriptive statistical methods were applied to data visually presented below, illustrating 
students’ uptake of opportunities for learning provided by online video resources, and the 
relationships between students’ behaviour, progression and achievement. 
 
FINDINGS AND DISCUSSION 
 
The primary pedagogical objective of making pre-lecture videos available to students was to prepare 
them for the weekly content. The usage data indicated that the vast majority of students (86/127) 
completed viewing an average of 20% or less of pre-lecture videos. There was however a group 
(41/127) of dedicated video viewers who averaged between 20% and 80% completion of videos while 
the highest completion rate reached was 90%. This raises a question about learners’ uptake of the 
opportunities for learning. Was there a relationship between the nature of the videos (e.g. pre-lecture 
material) and the overall completion rates, or was it rather an indication of learners’ pattern of 
behaviour characterised by relatively low engagement with videos available for self-learning? To look 
closer at learners’ behaviour, we compared average completion rates for individual students for 
videos of the f2f lectures and pre-lecture videos. Figure 1 shows the completion rate for individual 
videos for individual students for lecture capture (left) and pre-lecture videos (right).  
 
There was a total of 2921 potential video-watch instances for captured lecture videos. Of these, 2627 
(or 89.6%) were watched to less than 10% completion and only 106 (3.6%) were watched to 70% or 
greater completion. On the other hand, the 50 individual pre-lecture videos gave a total of 6350 
potential video-watch instances. Of these, 4439 (or 69.9%) were watched to less than 10% 
completion. Interestingly, of the remaining 1911 potential video-watch instances, 1540 (24.3%) were 
watched to 70% or greater completion. Clearly, the opportunity for learning was taken up far more 
often for pre-lecture videos than f2f recordings. This might suggest that those students who watched 
the pre-lecture videos (to completion) were making a strategic choice to watch the material which they 
considered beneficial for their learning. The pre-lecture video material, containing key information to 
be used across all weekly components of the unit, was seen as an important element to engage with.  
 
 
Figure 1: Average completion frequencies for f2f lectures (left) and pre-lecture (right) videos. 
 
Considering the pre-lecture videos, we can further classify the cohort as shown in Table 2. We see 
that students who failed were far more likely to be non-video watchers – such students show no 
evidence of development as either content experts or as expert learners.  Two-thirds of the video 
watchers passed the unit, indicating an interplay between content and learning expertise. But what is 
possibly more interesting is the potential to identify content novices early in order to strengthen efforts 
to provide greater support and encourage engagement with learning opportunities. 
 
Table 2: Grouping students according to pass/fail and average video completion level. 
 
 Pass Fail Total
20% or less 40 46 86 
More than 20% 28 13 41 
Total 68 59 127 
 
Figure 2 (left) illustrates the relationship between pre-lecture video completion and students’ final 
grades. It is clear that the level of video completion is likely to be higher for a student achieving a 
passing grade. In particular, of the students who averaged completion of 60% or more of pre-lecture 
videos, none failed the course. On the other hand, except for one student, all failing students watched 
an average of 40% or less of videos. This illustrates the value of active retrieval, as it has “powerful 
effects on long-term learning” (Karpicke, 2012, p. 162). We hypothesise that those students who 
realised the value of pre-lecture videos, not only perceived learning patterns, but also took up the 
learning opportunity by engaging with the resources, thereby beginning to develop expert learning 
skills.       
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Figure 2: Viewing completion frequencies (# students) within each grade cluster (left). Average 
video completion for failing vs passing students, over the course of the semester (right). 
 
In Figure 2 (right), average video completions for passing and failing students are shown over the 
course of the semester. Interestingly, students who failed the unit commence it with a far higher 
engagement with unit videos. However, by week 3 this relationship began to reverse, and from week 
5, passing students consistently had higher viewing completion levels. How to explain 1) the fact that 
failing students had a high completion rate at the beginning of the semester and 2) the reversed 
tendency happening after week 5?  
 
The data suggest that there was a cohort of students who perceived the opportunity for learning 
offered by the pre-lecture videos, took them up and attempted to successfully integrate new 
knowledge in long-term memory – an indication of a learner’s strategic approach. As mentioned-
above, the pre-lecture videos were only a preparation for contextualised problem-solving tasks 
embedded in face-to-face lectures. This might have negatively influenced the progress of those 
learners who did not integrate the schema in their long term memory. Sweller notes that “since 
schema acquisition is possibly the most important component of problem solving expertise, the 
development of expertise may be retarded by a heavy emphasis on problem solving (Sweller, 1988, 
p. 284).      
 
CONCLUSION 
 
Becoming an expert learner is a process and does not guarantee high scores, at least initially. In this 
research, we have attempted to begin equipping our first year students with tools and knowledge of 
how to learn sophisticated concepts, acquire and develop complex skills over a long period of time 
(lifetime). Here, we have focused on a selected component, pre-lecture videos, of our blended 
learning model (Czaplinski et al. 2015a, 2015b). We recognise that learning is a process requiring 
continuous, meaningful and repeated effort to take place in and “outside of the parameters of formal 
education institutions” (Dawson et al., 2015, p. 118).  
 
In the current project we looked at possible correlations between the created learning environment, 
learning, acquisition of skills and students’ progression and achievement. However, many factors 
influenced students’ behaviour, such as variations in learning preferences, mathematics 
preparedness levels, students’ socio-economic status, extra-curricular activities and interests. Based 
on the data collected and the analysis, we formulated preliminary conclusions indicating the pre-
lecture videos have the potential of enhancing learners’ meaningful engagement with knowledge 
positively impacting on their learning and achievement. However, there are certain conditions of 
learning design that need to be observed to ensure that the proposed pedagogical approach will be 
suitable for a particular cohort of learners. Learners should not only be able to perceive offered 
opportunities for learning and consciously take them up (or not), but, once the opportunities are taken 
up, the learners also should have an appropriate cognitive level to be able to use them effectively, 
that is to integrate new knowledge in long term memory.  
 
In our research we identified a group (41/127) who regularly took up opportunities to develop their 
expert learning skills, as evidenced through regular and measurable completion of pre-lecture videos. 
While this may seem a small percentage of the class, we note that pre-lecture videos comprised only 
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one element of the entire BL environment and in a UDL-context, we hypothesise that for these 
students, videos provided the appropriate preparation for later learning of complex ideas in class. 
More precisely, through our BL model, we provided students opportunities for an action, as well as a 
trigger to take up the opportunity for learning by designing practical activities during lectures that 
required students to show their knowledge of the content included in the pre-lecture video. We 
conclude that BL (with special attention paid here to pre-lecture videos) can be an excellent way to 
encourage students’ engagement, teaching them how to learn. However, the environment must be 
carefully designed, and learning experiences crafted to appropriately cater for diverse learners. 
 
The current research allowed us to identify further research needs. We hypothesised that 
preparedness level was the factor preventing a group of students from passing the unit. This raises 
further research questions not only to confirm or refute our hypothesis, but also to look at its 
consequences. If, indeed, preparedness level was the factor preventing students’ progression, should 
learners be tested for their preparedness level prior to commencing a unit? If yes, at what point of 
time of their studies? What consequences should the testing have on curriculum design and choice of 
pedagogical approaches?      
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